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ABSTRACT
The language experience approach (L.E. A. ) is a method of reading
instruction which encourages children to create their own reading materials
by dictating or writing stories in their familiar speech pattern. In establishing
the basis of this study, it was noted that the limited degree of pre-structure
associated with the language experience approach may cause many teachers
to develop negative attitudes toward this method of teaching reading. In
addition, it was noted that some investigators provide support for the notion
that how people "feel” about something may be more important than what they
"know" about it. Consequently, it was deemed reasonable to assume that
teacher attitudes toward a particular teaching method may be a
significant
factor in the success or failure of adjusting the components
of teaching and
learning to meet the needs of each particular child.
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The purpose of this survey was to ascertain the expressed attitudes
of classroom teachers toward the language experience approach as a
supplement to the basal reader in making adjustments for individual differences
among students in an urban school system. More specifically, this study
sought to determine the degree to which classroom teachers feel that the
language experience approach can contribute to the quality of reading
instruction in their schools.
This information was ascertained from 175 urban school teachers via
a questionnaire constructed by the investigator followed by statistical analysis
of the data. Three statistical procedures were employed to analyze the
data: (1) measures of central tendency, (2) Pearson
Product-Moment
Correlation, and (3) chi-square analysis.
Based on the analysis of the data, the following primary conclusions
were drawn relative to one major research question and four subsidiary
questions that this survey sought to answer:
1. Classroom teachers do not express attitudes toward
the
language experience approach as a supplement to the
basal
reader in making adjustments for individual differences
among students in an urban school system that can
be
characterized as positive and facilitative.
A. There is no significant difference in the
expressed
attitudes of primary and intermediate level teachers
toward the language experience approach as a
supplement to the basal reader in making adjustments
for individual differences among students
in an urban
school system.
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B. There is no significant difference in the expressed
attitude of teachers with 1 to 10 years experience and
teachers with over 10 years experience toward the
language experience approach as a supplement to the
basal reader in making adjustments for individual
differences among students in an urban school system.
C. There is no significant difference in the expressed
attitudes of male and female teachers toward the language
experience approach as a supplement to the basal reader
in making adjustments for individual differences among
students in an urban school system.
D. There is no significant difference in the expressed
attitudes of minority and white teachers toward the
language experience approach as a supplement to the
basal reader in making adjustments for individual
differences among students in an urban school system.
In addition, the following conclusions were drawn from an analysis
of responses to individual statements on the instrument:
1. More female than male teachers feel that the reading process
can be easy for children when instruction starts with experiences
in their own language.
2. More teachers with 1 to 10 years experience than teachers with
over 10 years of experience feel that child dictated stories
should be recorded in the natural language and speech pattern
expressed by the child.
3. More minority than white teachers tend to feel that teachers can
help each child gain confidence in oral and written expressions by
providing time daily for experience sharing sessions.
4. More female than male teachers feel that teachers can
utilize
the language experience approach to enhance the effectiveness
of their beginning reading programs.
5. More female than male teachers feel that the language
experience
approach can enhance the development of positive self-concepts
among children when reading.
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6. More minority than white teachers feel that the language
experience approach can enhance the development of positive
self-concepts among students.
7. More teachers with 1 to 10 years experience than teachers with
over 10 years experience feel that teachers should help children
improve their communication skills by encouraging them to find
ways to share their ideas, experiences, and feelings.
8. More primary than intermediate level teachers feel that the
language experience approach is not too unstructured to be of
much practical use in the classroom.
9. More female than male teachers feel that the language experience
approach is not too unstructured to be of much practical use in
the classroom.
10. More minority than white teachers feel that where children
speak non-standard English, teachers should make extensive
use of the language experience approach as a supplement to the
basal reader in making adjustments for individual differences
among students.
11. More minority than white teachers feel that the language experience
approach is an effective method for working with the multi-faceted
problems of culturally different children.
12. More teachers with 1 to 10 years experience than teachers with
over 10 years experience feel that teachers can utilize the language
experience approach as a supplement to the basal reader in making
adjustments for individual differences among students regardless
of class size.
13. More minority than white teachers strongly feel that
the language
experience approach can be used effectively with children
who
speak non-standard English.
14. More minority than white teachers feel that
supplementing the
basal reader with the language experience approach
should grea y
enhance teachers’ ability to make adjustments for individual
differences among students.
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15. More teachers with 1 to 10 years experience than teachers with
over 10 years experience feel that the results of the language
experience approach justify the amount of time and energy
utilized by the teacher.
16. More female than male teachers feel that the results of the
language experience approach justify the amount of time and
energy utilized by the teacher.
xi
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INTRODUCTION
A major educational crisis in our times is the failure of many children,
particularly minority children residing in urban areas, to achieve adequate
reading skills. Without the necessary reading skills to communicate
effectively in a democratic society, an individual may be handicapped for life.
High priority, therefore, should be given to preparing young urban minority
children for success in reading.
Urban children, like all children, vary enormously in the rate and
sequence in which the skills of reading are learned. In any given grade, the
teacher will find children in several stages of growth. Therefore, the
aims,
materials, and procedures selected for the reading program should be
determined by the developmental level of the children rather than their
grade
placement. In essence, the competent teacher must be able
to teach reading
at all levels since it is assumed that instruction should begin
with a knowledge
and understanding of the individual. The more instruction
is adjusted to
individual talents and capabilities, the greater will
be the opportunity for
all students to progress at their own speed
within the framework of their
own potential.
2Such concepts as "providing for individual differences" and "taking
the child where you find him/her" are commendable ideas that receive positive
verbal endorsement from educators and parents alike. However, adjusting
instruction in a large classroom of students to meet the individual needs of
all students appears not to be a real practice in many schools as evidenced by
the failure to teach reading effectively, especially to minority children in
urban schools.
In this regard, it is generally assumed that the limited degree of
pre-structure associated with the language experience approach causes many
classroom teacher® to develop negative attitudes toward this method of
teaching reading. Therefore, this thesis assesses the expressed attitudes of
classroom teachers toward the language experience approach in a predominately
black inner-city school district.
The Need for Adjusting Instruction To Individual
Differences Among Students in the
Elementary Classroom
In urban schools, as in any other school, much learning is stimulated
or hindered by teachers' feelings toward students, and much school
learning is
influenced by the cultural evaluation that teachers make of
them. A teacher
will be hard pressed to teach children whose culture
he/she does not understand-
their beliefs, their problems, or the meaning of their
words. Students can best
learn from those who know and understand their
behavior and exhibit this
3understanding in a positive manner toward them.
It follows then that teachers in training and those working in the public
schools must be highly sensitive to the meaning of the behavior of those they
teach. They should understand children in general and their students in
particular. Teachers can neither eliminate the differences among their
students nor bring all of these children up to the same standard of performance.
In fact, as noted by Tinker and McCullough (1962), authorities agree that
differences in reading ability are to be expected and the goal of teaching is
to help each child achieve to the extent of his/her learning capacity and at
his/her own optimal rate. In order to adjust instruction to individual
differences, the teacher discovers both the strengths and weaknesses of
each child in the class. Thus, skillful teaching of reading implies a positive
attitude toward individual differences in which instruction will seize upon and
cultivate each student's potentialities, great or small.
In terms of skills, interest, and general reading level, Clymer (1973)
reveals that the classroom teacher may find it helpful to have different groups
of students working on different assignments and in different instructional
materials. Therefore, he concludes that the complexity of classroom
management is one of the major problems of adjusting to individual differences
in the classroom.
There is no definite prescription for adjusting instruction to the
individual differences of students because authorities in
the field have been
4extremely cautious in the directions and admonitions which they have given
to classroom teachers. The reasons for this are clear since the variables
are considered to be too complex to be reduced to a set of principles which
will be applicable to all learning situations, which would be useful to all
teachers and which would fit all students. However, there are certain
important needs which must be taken into account in planning for ways to
adjust instruction to individual differences among students. Some of these
needs as stated by Clymer (1973) are:
1. The Need to Know Students. . . A program of adjusting to
differences with successful grouping in the classroom
requires that the teacher have an intimate knowledge of
the student.
2. The Need to Recognize That Not All Teachers Will Adjust to
Individual Differences in the Same Way. . . Recognition and
acceptance of individual differences among teachers is
essential. Some techniques of grouping may be very effective
when used by certain teachers while other teachers may
find the same procedure difficult or even impossible to use.
3. The Need to Provide Generous Time Allotments. . . Time
allotment of at least two types must be considered here. First,
there must be a generous time in preparation for the teacher. . .
to collect materials. . . to prepare a diagnostic exercise. .
.
to prepare corrective material. ... In addition. . . the
teaching
day must allow generous time for carrying out the teaching
plans.
4. The Need to Work Effectively With A Group As a Whole. .
. Our
first responsibility as teachers is to work effectively with
the
entire group. ... No group work should be undertaken
until the
class is able to work effectively and for sustained periods
as an
entire group.
55. The Need to Move Slowly Into Any New Plan of Adjustment. . .
Many teachers fail in their attempts to organize their classroom
because they move too quickly from old patterns and rush to new
approaches, perhaps because of the stimulation of conferences. . .
"Make haste slowly" should be the cardinal principle in reorganizing
approaches to instruction at the elementary grades.
6. The Need to Accept Noise, More Confusion. . . It seems that
there are orderly classrooms and there are classrooms in which
children are learning. While this is said somewhat facetiously,
it does seem that a classroom which is perpetually neat is a
classroom in which very little must be going on and very little
learning must be taking place.
7. The Need to Recognize Failure and to Start Over. . . Not every
attempt to adjust to individual differences will be successful. .. .
A failure indicates only the need for a fresh start.
8. The Need to Accept Less Than 100 Percent Adjustment to Individual
Differences. . . It must be recognized at the outset that the goal
of adjusting to individual differences is an ideal and that it will
not be perfectly accomplished.
9. The Need to Recognize that Adjusting to Individual Differences
Calls for Hard Work. . . Adjusting to individual differences is a
task that calls for enormous resources of energy, talents, materials,
ability and skill on the part of the classroom teacher.
10.
The Need to Work with Children in a Warm and Compassionate
Manner. . . It is amazing the way youngsters respond to some
individuals who somehow, in ways yet unknown, are able to
inspire children to do an effective job and to keep trying when
their efforts are unsuccessful (pp. 376-381).
Ruddell (1974) contends that a major function of the elementary school
is to facilitate the language growth of children.
He reasons that much of a
child's language maturity develops during the
preschool years and, therefore,
it is essential that efforts be made during the early
years of school to enhance
the ability of children to communicate effectively.
Goodman (1971) maintains
6that reading instruction must reflect the language and experience of children
since such instruction affords children the unique opportunity to use the
competencies developed earlier in learning to speak. He adds:
Every child comes to school with a strong control of
his mother tongue. Only if the school rejects or
ignores his language is he truly disadvantaged.
Teachers must be careful, when they evaluate language
and experience, not to equate differences with
deficiencies (p. 47).
Thomas (1961), made an analysis of the oral language of black and
white kindergarten children living in low socio-economic areas of Detroit.
He found that children achieved better when the instructional material reflected
their own familiar oral language pattern. The findings of this study point out
the urgency of promoting the oral language growth of poor and minority
children, beginning as early as possible in their school career, in order to
provide a closer match between the language of the initial reading program
and the familiar dialect of the child. His findings also raise an important
question as to whether the standard primary—grade word lists are suitable
bases for material relative to children living in low socio-economic areas.
Seemingly, urban school teachers who use their students’ personal or class
experiences as a teaching resource may capitalize on the belief that children
s
interest in their own experiences provide motivation for learning,
v Apparently, such experience in language is based
upon recognition
that all the communication skills are related to one another
(Smith and Strick-
land, 1969). No doubt, growth in any one of the skills
involved m listening,
7speaking, reading, or writing may be dependent on and usually contributes
to growth in the other skills. By teaching these skills together, teachers can
help their students become aware of the need for learning to listen, speak,
read, write, or spell.
Hence, adjusting instruction to individual differences in reading and
activities related to reading (e.g. , readiness) is one of the most complex as
well as one of the most important tasks confronting classroom teachers.
Nevertheless, sensitive urban school teachers who know their material well
and see to it that there is an ample supply available should be able to organize
their classes and instructional programs so as to meet the needs and
aspirations of inner-city children more effectively.
A Suggested Approach for Adjusting Reading-
Instruction to Meet the Needs of Children
There are numerous adjustments that could be made to help poor and
minority children make progress in reading. The approach suggested in
this
thesis is the language experience approach. This approach
deals effectively
with the problem of developing positive self-concepts among
children because
students are afforded the opportunity to meet success
in their first reading
experiences (Stauffer, 1967). Many children who have not
begun to read in
kindergarten may experience disappointment on the first
day of school if they
do not read. However, through the language
experience approach, children
can indeed have an actual reading and writing
experience on the first day of
8school if the teacher bases the subject matter and vocabulary of the lesson on
children's personal experiences or on classroom activities. Children already
know so much about oral language that this first reading activity may very
well spring from discussing the common experiences of coming to school,
then seeing the sentences they use take written form as the teacher records
what they say.
The rationale for using the language experience approach is based on
efforts to meet the psychological and linguistic needs of children. In this
regard. Hall (1974) writes:
Psychologically, the factors of success, motivation,
and attitude, which have a favorable effect on self-
concept and achievement, support the use of the
' language experience approach. Linguistically, the
language experience approach is recommended because
the relationship between oral and written language can
be shown best by using the language of children in
the creation of reading materials (p. 5).
In this connection, Ashton-Warner (1963), reveals that teachers
should
exhibit a high degree of sensitivity toward the oral language of
minority
children as a means of satisfying their innermost needs and
feelings in
reading instruction. Roach Van Allen gave impetus to the
language experience
approach in the San Diego area by research and implementation
(Lee and
Allen, 1963). It became apparent to the research team
involved in the Readmg
Study Project of San Diego County that the real issue for
studies in reading
instruction was not one of analyzing two or more
approaches to determine
9which one is better than the other, but rather to determine what each procedure
was capable of contributing to the development of students. Therefore,
through an extensive period of observation, careful reporting, and systematic
analysis of data, this research team confirmed the hypothesis that "there are
numerous effective ways to teach reading in our schools" (Allen, 1973, p. 158).
The method used in teaching this language experience approach model
is stated concisely in the following philosophy as it is conceptualized by each
child and phrased by Allen (1973):
What I can think about, I can talk about. What I can
say, I can write—or someone can write for me.
What I can write, I can read. I can read what I can
write and what other people can write for me to
read (p. 158).
The above concept is the formula that is basic to the implementation of
Allen’s Language Experience Approach Model as it has been described and
developed in San Diego, California and elsewhere. Everything discussed
about this alternative model is an elaboration of this very simple foundation
and may be developed in urban schools as it relates to the educational needs
of urban children.
In a brief explanation of the language experience approach model,
Allen (1973) has stated:
. . .
the language experience approach is one which brings
reading and the other communication skills together in the
instructional program. In this approach there is no way
nor any need to distinguish between the reading program
and the development of listening, speaking, and writing
skills. The "togetherness" of skill development makes
possible the continuing use of each child's own
experience background and thinking maturity.
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More than any other approaches which have been
described at the classroom operational level, the
language experience approach uses the thinking of
individual children in the development of materials
which promote skill development. It is called the
language experience approach because teachers use as
a major guide a listing of language experiences which
were selected during our study as ones which must be
developed as much as possible in order to assure
effective communication in a democratic society— a
society which values divergent thinking and creativity
(p. 159).
Lee and Allen (1963) argue that the instructional level of an individual
can be determined by informal observations which will locate the individual's
placement in the sequence given in the overview that follows:
1. Sharing Experiences. The ability to tell or illustrate something
on a purely personal basis.
2. Discussion of Experiences. The ability to interact with what
other people say and write.
3. Listening to Stories. The ability to hear what others have to
say and relate it to one's own experiences.
4. Telling Stories. The ability to organize one's thinking so that
it can be shared orally or through dictation in a clear and
interesting manner.
5. Dictating. The ability to choose, from all that might be said,
the most important part for someone else to write and read.
6. Developing Speaking, Writing, Reading Relationships. The
ability to conceptualize reading as speech that has been written.
7. Making and Reading Books. The ability to organize one's ideas
into a form that others can use. Also, the ability to use the ideas
which others have shared through books.
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8. Developing Awareness of Common Vocabulary. The ability to
recognize that our language contains many common words and
patterns of expression.
9. Expanding Vocabulary. The ability to expand one's vocabulary
through listening and speaking, followed by writing and reading.
10. Writing Independently. The ability to write one's own ideas and
present them in a form for others to read.
11. Reading Whole Books. The ability to read books for information,
recreation, and improvement of reading skills on an individualized
basis.
12. Improving Style and Form. The ability to profit from listening to
and reading well written materials.
13. Using a Variety of Resources. The ability to recognize and use
many resources in expanding vocabulary, improving oral and
written expression, and sharing.
14. Reading a Variety of Symbols. The ability to read symbols in
their total environment—clock, calendar, radio dial, thermometer.
15. Studying Words. The ability to find the correct pronunciation
and meaning of words and to spell the words in writing activities.
16. Improving Comprehension. The ability, through oral and written
activities, to gain skill in following directions, understanding
words in context of sentences and paragraphs, reproducing the
thought in a passage, reading for general significances.
17. Outlining. The ability to use various methods of briefly restating
ideas in the order in which they were written or spoken.
18. Summarizing. The ability to get the main impression, outstanding
idea, or the details of what has been read or spoken.
19. Integrating and Assimilating Ideas. The ability to use reading
and
listening for specific purposes of a personal nature.
20. Reading Critically. The ability to determine the validity
and
reliability of statements (pp. 33-35).
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Lee and Allen (1963) contend that the above language experiences
develop into the major framework within which children learn to read. When
conceptualized as a program much bigger than "the reading period", the
development of these language experiences places 'the creative thinking
process" at the heart of the instructional program.
As the language experience approach model begins, even on the first
day of school, the teacher writes what the students dictate. Eventually, and
one by one, the students make a "commitment" by saying what they want to
write. The teacher then helps each student to write what he/she personally
desires to say or what others say in making a group chart or perhaps
booklet of group-composed charts.
In addition to the art and constructive activities, the teacher may
provide many other types of viable experiences for the purpose of
stimulating
"talk" since skills in listening, reading, and writing emerge
from "talk". For
example, the teacher may take the students on excursions, show
films, play
recordings, have students relate their personal
experiences, recite poetry,
facilitate games, or do numerous other things in
order to provide opportunities
for students to develop their language skills
(Smith and Strickland, 1969).
The teacher using the language experience
approach model has four
major goals in achieving a balanced reading program. They
are: (1) to
develop a basic sight vocabulary and
competence in using a variety of word
recognition skills, (2) to provide a wide variety
of reading materials or to
13
integrate the various communication skills, (3) to develop comprehension
skills through discussion which places emphasis on what sentences, paragraphs,
and stories mean, and (4) to develop a genuine desire to read within each
child (Lee and Allen, 1963; Allen, 1973).
The basic resources required for implementation of this language
experience approach model are "materials and equipment that invite creative
self-expression: paint and easels, paper for finger painting, crayons and
paper for drawing, clay for modeling, paper for free-hand cut-outs, scrap
materials to fashion in ingenious ways" (Smith and Strickland, 1969, p. 6).
Aukerman (1969) reasons that since it is relevancy that we desire for
the children who attend urban schools, then there is no better means than the
language experience approach since this model allows the language pattern of
poor and minority children to be fused to the story themes consistent with
children's day-to-day interest and activities. Edwards (1965) supports this
language experience approach model because it has proven to be an extremely
effective technique for approaching the multi-faceted problems of poor and
minority children.
Noting the ever-increasing attention to the "failure syndrome" which
characterizes urban education, Edwards writes:
With the background deficiencies and specific learning
needs of the culturally disadvantaged student clearly
and constantly in mind, any conscientious teacher can
use this language experience approach effectively to
reverse the effects of cultural deprivation and arm
the
14
discouraged student with increased language facility,
learning potential, and academic self-confidence
(p; 551).
It is commonly held that speaking, listening, reading, and writing
form the foundation for the exchange of ideas and information. In this vein,
the language experience approach enables reading to take its place as a viable
language skill that is essential in learning to communicate.
Apparently, effective teaching begins with what is known to the child.
Reading instruction that utilizes the language of the child automatically builds
on what is known. In addition, the skillful teacher is able to help the child
progress at an individual rate. A major advantage of such an approach to
reading is its adaptability as well as its emphasis on reasoning and utilization
of skills as opposed to simple memorization. In contrast to the prestructure
and organization of the controlled vocabulary approach, the language experience
approach springs directly from the interest and needs of the child. No doubt,
the child's interest can drive him/her in many directions and this freedom to
explore enhances creativity to the peak of his/her innate ability.
It must be noted that the language experience approach has its limitations
too. For example, research is limited on this approach and furthermore,
available studies do not reveal supremacy on the part of the language experience
approach. Perhaps more convincing evidence relative to the success of this
approach is not available because, in essence, the language experience
approach
is uniquely designed for the proper application of much supplemental
materials
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and stories from the basal reader as well as experience stories.
Inasmuch as the structure of the language experience approach is not pre-set,
traditional teachers may find it difficult to use without significant training or
commitment to the sensitivity of children. In spite of such limitations, the
investigator still recommends this model as one approach for adjusting
reading instruction to the abilities of urban children. By utilizing the real
language and experience of inner-city children, the teacher is enhancing the
ability of urban children to develop and improve their skills in reading.
Statement of the Problem
Some investigators provide support for the notion that how an individual
"feels" about something may be more important than what he/she "knows"
about it (Williamson and Campbell, 1975). Given the evidence that teacher
attitudes toward a particular teaching method may be an important factor in
the success or failure of adjusting the components of teaching and learning to
meet the needs of each particular child, this study assesses the expressed
attitudes of classroom teachers toward the language experience approach
as
a supplement to the basal reader in making adjustments for individual
differences among students in an urban school system.
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Purpose of the Study
It is the purpose of this study to ascertain the expressed attitude of
classroom teachers toward the language experience approach as a supplement
to the basal reader in making adjustments for individual differences among
students in an urban school system. More specifically, this study purports
to determine the degree to which classroom teachers feel that the language
experience approach can contribute to the quality of reading instruction in
their schools.
Therefore, the major research question is: Do classroom teachers
express attitudes toward the language experience approach as a supplement
to the basal reader in making adjustments for individual differences among
students in an urban school system that can be characterized as
positive and
facilitative ?
In addition, the following subsidiary questions
will be examined:
A. Will there be a difference in the expressed
attitude of primary
and intermediate level teachers toward the language
experience
approach as a supplement to the basal reader in
making
adjustments for individual differences among students m an
urban
school system?
B Will there be a difference in the expressed
attitude of teachers
with 1 to 10 years of experience and teachers
with over 10 years
exoerience toward the language experience
approach as a
supplement to the basal reader in making
adjustments for mdivi ua
differences among students in an urban school
system?
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C. Will there be a difference in the expressed attitude of male and
female teachers toward the language experience approach as a
supplement to the basal reader in making adjustments for
individual differences among students in an urban school system?
D. Will there be a difference in the expressed attitude of minority
and white teachers toward the language experience approach as a
supplement to the basal reader in making adjustments for individual
differences among students in an urban school system ?
Significance of the Problem
A study involving the attitudes of classroom teachers toward the
language experience approach as a supplement to the basal reader in making
adjustments for individual differences among students in an urban school
system seems worthy of investigation for the following reasons
:
1. There have been no significant studies to assess the attitude of
classroom teachers toward the language experience approach as
a supplement to the basal reader in making adjustments for
individual differences among students in an urban school system.
2. There is a need for data to show if inner-city teachers express
attitudes toward the language and experience of poor and minority
children that can be characterized as positive and facilitative.
3. The findings of this study might be helpful in the
pre- and in-
service training of teachers and other educators.
Limitations of the Study
Limitations of the study exist in two primary areas: (1) the sample
group and (2) instrumentation.
1. Since the research population consists of classroom teachers in a
northeastern urban school system, validity of the generalizations
made from data gathered must be viewed in terms of the degree
to which the groups are representative of similar groups throughout
the public school systems in the United States.
2. Validity of the generalizations made from the data gathered by the
instrument will be dependent upon its measuring what it purports
to measure.
3. Validity of the generalizations made from the data gathered will
be dependent upon the degree of true feelings expressed by the
respondents.
Definition of Terms
HUl I!.
In order to facilitate reading of this study, the following
terms will
be identified. Others will be defined when they initially
appear.
Reading involves the recognition of printed or written
symbols which
serve as stimuli for the recall of meaning built up
through the reader’s past
experience. New meanings are derived through
manipulation of concepts
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already in his/her possession. The organization of these meanings is
governed by the clearly defined purposes of the reader. In essence, the
reading process involves both the acquisition of the meaning intended by the
writer and the reader’s own contributions in the form of interpretation,
evaluation, and reflections about these meanings.
Basal Reading refers to a plan for teaching the skills of developmental
reading through the use of graded textbooks, workbooks, and planned activities.
(Also referred to as basic reading approach in this thesis.)
The Language Experience Approach refers to a teaching method for
guiding students through the steps in reading by developing their speaking
vocabulary, helping them to learn how printed words look, giving them practice
in associating the printed form with the sound of words they know,
and helping
them to read stories they themselves have dictated. This approach
is based
upon the belief that reading should be a part of the
total language growth.
(Also referred to as language arts in this thesis.)
Language refers to a set of arbitrary symbols (words)
which are placed
in orderly relationships with one another
according to conventions accepted and
understood by the speaker for transmission of
messages.
Dialect refers to a variety of a language.
Attitudes as operationally defined in this
study refer to the affective
reactions people make to symbols (stimulus concepts)
and events.
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Pre-Service Training refers to any preliminary training designed to
prepare individuals for a particular position.
In-Service Training refers to any supplemental training provided for
individuals already functioning in a particular position.
Plan and Content of this Thesis
This Chapter has introduced the notion that there are individual
differences among children and suggested that the language experience approach
may be one alternative method for adjusting reading instruction to meet
the
needs of children. In addition, it provided a statement of the
problem and
the purpose of this study. One major research question and four subsidiary
questions have been stated and key terms have been defined.
The significance
of this study and its major limitations have also been delineated.
Chapter II contains a review of literature related to
the investigation
of the problem.
A description of the methodology used in this study
is included in
Chapter III. This Chapter also includes a
description on the population used
in this study, a description of the
research instrument, and a discussion
oi the
statistical procedures used to answer one
major research question and four
subsidiary questions.
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In Chapter IV, a compilation of the findings of this study is presented.
An analysis of the data is also included.
Chapter V concludes the study. The research findings, recommendations,
and implications for further study are presented.
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CHAPTER II
A REVIEW OF THE LITERATURE
The present crisis in the education, or lack of education, of poor,
minority children in urban schools is holding up a mirror to the educational
system as a whole, forcing educators to look more closely at virtually all
of their assumptions about learning and teaching. Poor and minority parents,
too, are greatly concerned because it is their children who, perhaps, suffer
the most in the widespread failure of education to lead students toward
academic achievement our society considers desirable.
One of the most prevalent assumptions in education has been that the
academic retardation of urban children is due to cultural deprivation rather
than a failure of schools to meet the educational needs of all
students. This
assumption tends to put more emphasis on the oppressed child
rather than the
school as the cause for failure in urban schools. This
mythical assumption
enhances educational problems in schools rather than eases
them. Consequently,
the adherence to this assumption is expensive,
foolish, and tragic.
It appears that blacks and other minority
children from low socio-
economic urban communities are likely to be deprived
of many of the experiences
that enable them to function effectively in school
settings. Equally important,
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however, is the fact that teachers in many urban schools have failed to develop
a climate for learning which is geared to the needs of poor and minority
children. The real danger in misperceiving the characteristics and special
needs of urban children is that it leads to attitudes that treat them as inferior
and uneducable. On the other hand, if urban schools are to make it possible
for every child to reach the optimum development of which he/she is capable,
teachers must discover ways to show these children that they are worthwhile
human beings. In essence, teachers are responsible for achieving the kind of
classroom climate that supports feelings of personal adequacy in children in
order to enhance their levels of reading achievement.
The following review of literature and research supports the notion
that (1) teacher's attitudes have an effect on student achievement, and (2)
the
language experience approach is one alternative method for effecting achieve-
ment in reading.
The Need for Teachers to Facilitate the Affective
Development of Culturally Different
Children in Urban Schools
In noting the need for positive self-concept among urban
children,
Washington (1974) submits that the educational philosophy of
most schools
generally includes a statement that concerns the
affective development of the
child, in reality, a disproportionate share of
these same schools’ instructional
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resources concentrate on the cognitive development of the child. He argues
that this propensity to place more emphasis on the development of cognitive
skills runs counter to the thinking of many educational theorists that
cognitive functioning cannot be differentiated from affective functioning during
the early years of growth and development. In his opinion, the affective
component is crucial to the learning-growth process of inner-city children,
since they often hold negative rather than positive views of self.
Weinstein and Fantini (1971) also propose that educators should examine
the direction of the prevailing cognitive emphasis in the schools of this nation.
They recommend a curriculum of concern as an ingredient to be blended with
other curricular modes in the school program. They further argue that
educators should regard cognition and affect as complementary rather than
contradictory forces. In this connection, they write:
Concerns, wants, interests, fears, anxieties, joys, and
other emotions and reactions to the world contain the
seeds of "motivation. ” Dealing with the child’s inner
concerns constitutes recognition of, and respect for him.
By validating his experiences and feelings, we tell the
child, in essence, that he does know something, Probably
this is the most important factor in linking relevant content
with self-concept. For when the teacher indicates to the
child in effect that the experience he brings with him has
nothing to do with the "worthwhile" knowledge that the school
intends to set before him, he is, without realizing it, telling
the child in effect that he is worthless, for he is his
experience (p. 28).
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A review of the literature by Burg (1975) reveals that affective
teaching is often neglected by many teachers in inner-city schools. She notes
that research in the areas of self-concept and the role of teacher expectations
as they apply to academic achievement indicates that they are significantly
related. It may be concluded from her review that the standards teachers
set for poor and minority students and the attitudes these teachers project
tend to relate to student's attitudes and aspirations as well as their verbal
achievement.
Pygmalion in the Classroom (1968), a book by Rosenthal and Jacobsen,
describes the effect of expectations on the intellectual development of children.
It may be concluded from their studies that subjects behaved as they believed
they were expected to. The phenomenon they observed, in which "the prophecy
causes its own fulfillment" has positive implications for classroom teachers
in urban schools. A series of scientific experiments by these investigators,
for example, demonstrate that a "teacher's expectations for her pupil's
intellectual competence can come to serve as an educational self-fulfilling
prophecy" (p. vii).
An experiment in a summer Headstart program for sixty pre-schoolers
compared the performance of pupils under (a) teachers who had been led to
expect relatively slow learning by their children, and (b) teachers who had been
led to believe their children had excellent intellectual and learning capacity.
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Pupils of the second group of teachers learned much faster (Rosenthal and
Jacobsen, 1968).
Their experiments with educational self-fulfilling prophecies
consistently demonstrate that teacher’s expectations are more effective in
influencing growth in younger children than older children. In the lower grade
levels, particularly in the first and second grades, the effects of the teacher’s
expectations are dramatic. In the upper grades, teacher's prophecies seem
to have less effect on a child’s intellectual growth, although they do affect
his/her motivation and attitude toward school (Rosenthal and Jacobson, 1968).
While the declining influnce of teacher's expectations in the upper
grades cannot be completely explained, it is reasonable to conclude that
younger children are more malleable, have fewer fixed notions about
their
abilities, and have less well-established reputations in the schools.
As
children grow, particularly if they are assigned to tracks
on the basis of their
records, as is now often done in many urban schools, their
beliefs about their
intellectual ability and their teachers' expectations of
them begin to harden and
become more resistant to influence by others.
Self Concept and Reading Achievement Among Urban
Minority Children .
It appears that a low or negative
self-concept can affect a child’s
achievement even at a very young age
(1964) found that an unfavorable view
In this accord, Wattenberg and Clifford
of self and poor achievement is already
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established in many children before they enter first grade. These two
investigators studied the relationship of kindergarten children's self-attitudes
to subsequent school achievement in the elementary school. Their method
was to study 128 kindergarten children in two schools. One serving lower-
class, the other middle-class neighborhoods. They measured intelligence,
self-concept, ego-strength, and then measured these same variables again
when these same students finished second grade. They found that measures
of self-concept and ego-strength made at the beginning of kindergarten were
more predictive of reading achievement two and one half years later than were
measures of intelligence. In other words, the self-attitudes of the kindergarten
student were a more accurate indication of his/her potential reading skill than
his/her intelligence test scores.
If a child starts with a negative self-image about his ability to do
school work, we might expect that the signs of low or poor academic achievement
will be apparent during the early elementary years. Shaw and McQuen (1960),
for example, argued that if academic under-achievement is
related to basic
personality structure, such behavior is likely to occur during
the early school
years. They conducted a study to determine whether there
is any specific
academic level at which academic under-achievement can
be said to begin
and to discover the subsequent pattern of achievement.
In their pursuance of
these purposes, they selected students who were in
the upper 25% of the school
population with regard to ability and classified them
as achievers or under-
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achievers on the basis of their cumulative grade point average between grades
nine and eleven. Following their final selection of students for this study,
they obtained the academic record for each student from grades one through
eleven.
Shaw and McQuen found that there were significant differences between
male achievers' and under- achievers' grade point at the third grade, while
most non-significant differences were noted as early as first grade. The
grade point difference between the two groups increased at each level from
grade three up to grade ten, when there was a slight decrease. There were
no significant differences between female achievers and under-achievers
before grade nine, although non- significant differences were apparent in grade
six. The differences between the two groups of girls continued to increase
through grade eleven. Thus, it appears that under-achievement for boys can
begin as early as the first grade, is definitely present by third grade, and
becomes increasingly more serious into high school years. For girls, it
appears that the problem may exist as early as grade six and is definitely
present and of importance from grade nine to eleven.
In an investigation to explore possible relationships
between academic
under-achievement and self-concept, Fink (1962) concluded that
there was a
strong significant relationship between self-concept
and academic under-
achievement, and, further, that this relationships was
stronger for boys than
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for girls. In a similar study, Cambell (1966) found a direct relationship
between self-concept and academic achievement and also noted that girls
were more inclined to have a higher self-concept than boys.
Many children living in lower socio-economic districts of the inner
city frequently suffer from poverty never experienced or even known to middle
and upper class children. Oftentime, exposure to unseemly and aggressive
scenes in the homes and neighborhood is made inevitable by overcrowded
living conditions, frequently in dilapidated, run down dwellings. The multi-
plicity of these types of problems may cause many urban children to have a
low concept of themselves as individuals. It would appear that the parents
of
these children cannot be expected to do very much to develop a positive self-
concept within their children because these parents generally have
negative
concepts of themselves. Furthermore, these parents are not likely
to be in
a position to capitalize on much of the enlightening information
relative to
self-concept and academic achievement supplied by the research
of educators
and psychologists.
Hence, teachers must put themselves in the
position o£ change agents,
as catalysts for making the difference between
successful or unsuccessful
students. Teachers who provide students with
school experiences whereby
students can succeed, reinforce positive
self-concepts within students.
Likewise, teachers who do not provide students
with frequent opportunities to
experience success in classroom activities,
reinforce negative self-concepts
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within their students. It is reasonable to assume, therefore, that urban
children, like all children, need to be allowed to progress at their own speed
within the framework of their potential.
Teacher Attitudes and their Effects on Students
Authorities express many theories about why many poor and minority
children in urban schools generally have not acquired effective reading skills.
Traditionally these theories have focused on the problems of the child rather
than problems of the school (Corwin, 1965). A significant difficulty with these
theories is their failure to account for the children who are proficient readers
and yet in all other characteristics are similar to those children who are non-
readers. In essence, it appears, therefore, that these children may have
acquired reading skills in spite of the failure of urban schools to teach reading
effectively to all children.
Clark (1965) argues that inner-city children are not responsible for
their condition; and he shows mounting evidence that teachers’ attitudes
toward
their students are the most important factor in attempting to
understand the
massive failure of the urban child. He concludes that urban children are
not
being educated effectively by urban schools because too many
urban teachers
do not act toward their students in ways which help these
students to learn.
In making the same point that he has made for years, Clark
states:
the answer to the question of the best way to teach
’’the disadvantaged” is embarrassingly simple
namely
to teach them with the same expectations, the same
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acceptance of their humanity and their educability, and,
therefore, with the same effectiveness as one would
teach the more privileged child (New York Times
,
January 17, 1970).
Many educators and sociologists argue that the so-called "disadvantaged”
child's home structure does not provide for the same amount of intellectual
growth as does the home structure of the middle-class child. However,
Ebbeck (1971) contends that inner-city children, like all children, bring
countless attributes with them to their school on which alert understanding
teachers can capitalize. In his opinion, far too often, many educators take
the stereotype of the middle-class model as being the ideal when, in reality,
there is no model. He notes that middle-class children can be just as deprived
emotionally, socially, and intellectually as children from supposedly lower
socio-economic levels. As also noted by Scott (1968), a child from affluent
surroundings may come to school with a self-image as negative and with needs
as urgent as the child from the most impoverished slums. In either case,
it may be concluded that no amount of material wealth can balance the child's
feelings of not being loved, needed, wanted, and approved.
As noted by Harper (1964), teachers' attitudes are the most crucial
aspect of teaching urban students because these children have had many failures
in life and this may afford the teacher the unique opportunity to help the child
find his/her first on-going success in life. Harper goes further and states:
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... in the teacher's attitude and in the reflection of the
teacher's attitude in the other children, lies the doorway
to reading for many children. They gain confidence to
try by association with those who have gone before, and
with the confidence of the teacher, they can go the rest
of the way (p. 99).
In many schools, hasty decisions are sometime made about children's
abilities. Manning (1974) contends that this is a tragic mistake and writes:
A positive attitude toward reading and a positive attitude
toward children are critical to reading success. The
pressure of our current social scene and the daily problems
of a large group of children often create temporary loss
of perspective. A gentle self-reminder of the enormous
importance of the teacher to the future of so many children
may serve to restore perspective. Instructional success
is not accidental; it characterizes those who plan well,
organize materials intelligently, and teach with precision
and sensitivity (p. 92).
Woodworth and Salzer (1971) used a tape recording of a black and white
child to determine whether teachers would judge the character and worth of
an individual from his/her manner of speech. Each child read the same
passage to test the attitudes of 119 teachers toward these two children. It
was concluded from this study that the teachers identified the black child's
voice with his racial background and that teachers associated such a background
with negative achievement expectations. In a similar study, Williams (1970)
found that teachers listening to tapes of black children made gross distinctions
about the status of the children based on whether they spoke standard or non-
standard English.
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It appears that most teachers are middle-class oriented and may have
expectations of children's behavior which are frustrated when they attempt to
transfer their attitudes to poor and minority children. In this connection,
Wickman (1938) studied the attitude of teachers toward inner-city children in
Cleveland, Ohio. He found that these teachers were more concerned with
outward behavior than with inner personal conflicts of children. While
describing the teachers' lists of problems of poor and minority children,
Wickman reveals:
. . .
there was a conspicuous paucity of items describing
the child behavior which does not directly disturb school
routine but which is indicative of social and emotional
problems (p. 3).
The teachers. . . complained that nearly 60 percent of
their pupils were at times inattentive, over 40 percent
careless in their work, and almost the same number failed
to study. One out of every three children did not always
show proper interest in school tasks (p. 6).
. . .
teachers seem to be more aware of problems of
dishonesty than they are of specific emotional and neurotic
difficulties (p. 8).
The personal problems of the child seem to be sub-ordinated
to the problems encountered in teaching and classroom
management. . . overt and directly annoying behavior are
more firmly registered in the minds of teachers than are
the inner emotional conflicts of children (p. 9).
Clark (1963) used classroom observers in a preliminary
study to help
him assess the attitude of teachers toward inner-city children.
He summarized
the conclusions of some of these observers and
reports that although there were
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some outstanding exceptions
. . the overwhelming majority of these teachers
and their supervisors rejected these children and looked upon them as
inherently inferior" (p. 148).
Leacock (1969) made extensive observation of teachers in urban schools
and discovered that many of these teachers were unwilling to impose "middle-
class goals" on low-income black children because they saw such goals as
unrealistic for the children. These teachers frequently defined the low-income
black children as inadequate and their proper role as one of deference.
A study by Davison and Lang (1960) on the relation of children's
perception of their teachers' feeling toward them bears out the adverse affects
of low expectations. The major findings of this study were:
(1) The children's perception of their teacher's feelings
toward them correlated positively and significantly with
self-perception. The child with the more favorable self-
image was the one who more likely than not perceived his
teacher's feelings toward him more favorably. (2) The
more positive the children's perception of their teacher's
feelings, the better was their academic achievement, and
the more desirable their classroom behavior as rated by
the teachers. (3) Further, children in the upper and
middle social class groups perceived their teacher's
feelings toward them more favorably than did the children
in the lower social class group. (4) Social class position
was also found to be positively related with achievement in
school (p. 116).
Abraham (1972) made a study of minority children's evaluation of their
teachers in a large inner-city school district. He made a comparison between
the evaluative material used by the school administration and the judgments
35
of the children regarding their teachers. There was also an evaluation of
the teachers’ evaluative criteria used by the school system. Abraham
concludes
:
The area of greatest disagreement between children and
school authorities involved the evaluative criteria used
for teacher performance. The children emphasized
behavioral qualities and felt that in order to be successful
a teacher should be an unprejudiced, empathetic individual
who was genuinely concerned with the welfare of his
students. There was little mention of instructional skills
or knowledge and mastery of subject matter. The school
system was almost at the other end of the spectrum, for
it emphasized techniques and instructional skills, giving
minimal attention to teacher attitudes (p. 63).
According to a review by Komacker (1969, p. 47), "current studies
of urban education refer to the classroom teacher as the element on which
success of educational programs ultimately depends." In addition, Washington
(1974) suggests that urban teachers must face the reality that they play a major
role in determining whether a child will succeed or fail and demonstrate
their abilities to reverse the failure syndrome often found in inner-city schools
and move to provide a relevant educational program for all students.
Apparently, positive attitudes on the part of teachers is a prerequisite
to teaching in urban schools, for it involves the relationship between teacher
expectations and student performance. The implication here is that teacher
attitudes and characteristics make a significant difference in the educational
achievement of poor and minority children. As noted by Smith (1971, p.
236),
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"all teachers regardless of where they teach, must constantly evaluate the
relationship between the rewards they issue and the behavior for which such
rewards are given. This evaluation, however, is especially significant for
teachers in the inner city. "
One Alternative Method for Effecting Achievement
In Reading: The Language Experience Approach
In his book, The First Grade Reading Studies: Findings of Individual
Investigations
,
Stauffer (1967) presents twenty-seven summary accounts of the
first grade reading studies sponsored by the United States Office of Education
in different localities across the nation during the school year of 1964-65.
Each study was concerned with different problems and no study was a duplicate
of the other. Most of the studies investigated the effectiveness of a variety of
approaches to reading instruction. The second group of studies was concerned
with techniques relative to teachers’ effectiveness in general. The third group
investigated the influence of extended reading programs and methods used in
teaching culturally different children and children limited in the use
of standard
English. As expected, it was revealed from these studies that no single
approach
has completely overcome individual differences or eliminated
reading disabilities
at the first grade level. It would appear from these
twenty-seven studies that
the teacher and not the approach he/she uses to teach reading
is the crucial
factor in helping children make progress in their reading
development.
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In reporting the findings of individual investigators, Stauffer (1967)
concludes
:
. . .In almost every instance in which the basic reader
approach was compared with some other approach, the
basic reader came out second best. An exception is the
McCane study with Spanish speaking children. In the
Delaware study comparing the language experience approach
with basic reader approaches, when both populations were
compared with the Stanford Achievement Test standardization
population, stanine scores of five of better were obtained
for both approaches. These results represent average and
above average achievement for both methods (p. vi).
The above studies seem to confirm a conclusion reached by other
investigators such as Chall (1970), that evidence is inconclusive and does not
clearly demonstrate that one approach to reading is superior over another.
Apparently, the literature supports the notion that the teacher remains a
vital factor in determining whether the child will succeed or fail in the reading
process.
The fundamental difference between a language experience approach to
reading and other methods is based on whether the teaching of initial reading
should be what is termed "incidental" or what is termed "systematised. " While
noting that these terms in themselves may be somewhat misleading, Goddard
(1974), a British educator, states:
Advocates of a 'systematised' approach hold that reading
is so necessary in many other areas of learning that a
child's educational advancement can best be secured by
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teaching him the initial stages of reading as soon and as
efficiently as possible. Often this takes place in content
that bears little relation to the rest of his activities, and
it is only later that he learns to apply his reading ability
and to recognize and appreciate some of the uses to which
it can be put. Advocates of the 'incidental’ approach
consider that reading is only one among a child's many
activities, and that he will be most likely to be successful
in learning to read if, from the beginning, reading is
introduced incidently and in the content of the rest of his
activities. That is, right from the start, reading will be
seen to convey meaning and will be related to a child's
everyday life and activities (p. 22).
In this regard, it appears that teachers, therefore, must make their
own decisions about which approach to reading to use, how much to systematise
children's learning and how much to use an incidental approach whereby written
words take on meaning for the child from the very beginning. In explaining
her own decision to support the language-experience approach to reading,
Goddard (1974) writes:
What is clear about language-experience approaches as
compared with highly systematised approaches is that
the former enables teachers to take account of other values
like seeing purpose in reading, using the communication
skills in relation to other aspects of learning, and
developing positive attitudes that will persist after the
stage of beginning reading (p. 33).
While recognizing the importance of meeting educational needs pertinent
to reading for children who speak non-standard English, Cramer (1971)
concludes that the language experience approach provides a worthwhile teaching
alternative, hi noting his reason for drawing this conclusion, he states:
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• • > Just as it is easier to learn to read your native
language than a foreign language, so learning to read
in your own dialect would appear to be easier than
learning to read in an unfamiliar dialect (p. 33).
Smith (1975) suggests that the problem of dialect is and should be a
matter of great concern to teachers of reading as well as teachers of English.
In this vein, she writes:
The child who speaks a Black dialect, Appalachian,
Mexican-American or some other dialect uses a language
that is different from that used by speakers of Standard
English. Since to read is basic to learning in all other
subjects, the pupil who is plunged immediately into
learning is faced with a double learning task: learning
to decode and interpret reading symbols, and learning
a new language (p. 138).
A number of studies have been conducted for the purpose of determining
the effectiveness of the language experience approach. The language experience
approach, like all approaches to reading instruction, has its limitations.
However, some studies by other investigators comparing this approach with
other approaches is fairly encouraging.
Strickland (1962) investigated the adequacy of basal materials in teaching
reading. The purpose of this study was to make a comparative analysis between
the oral language patterns of 575 children in grades one through six and the
language patterns found in basic readers. She concluded that children’s oral
language patterns are much more varied than patterns found in basal readers,
even though some congruence between speech patterns and reading material is
desirable. It was also concluded that the language arts or language experience
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approach does lend itself to the desired congruence.
Hahn (1966) studied three approaches to beginning reading instruction
—
the initial teaching alphabet (I. T. A.), language arts, and basic reader—in
twelve school districts. Analysis of variance results indicate that the I. T. A.
and the language arts approach gave significantly higher scores on the word
reading test of the Stanford Achievement Battery. Language arts and basic
reader approaches produced better spellers.
Stauffer and Hammond (1969) compared the effectiveness of the language
arts approach to a basic reader approach by extending their first grade study
into the third grade. The sample consisted of twenty-two third grade class-
rooms in three towns. Twelve classes used the language arts approach and
ten classes used the basic reader approach. Results indicated that students
taught by the language arts approach achieved significantly higher scores on
the Stanford Achievement Tests of Science, Social Studies Concepts and
Spelling as well as the Accuracy and Rate sub-test of the Gilmore Oral Reading
Test. The language arts group also achieved significantly better on measures
of creative writing such as Writing Mechanics, Spelling, Number of Running
Words and Different Words of Polysyllable Words.
Giles (1966) conducted a study which compared the oral language
development of two first grade classes taught with the language
experience
approach with two classes using basal readers. He concluded
that children
taught by the language experience approach made greater gains
in oral
41
language than children taught with basals and that the language experience
advantage was greater for boys than girls in developing oral vocabulary.
Brazziel and Terrell (1962) investigated the effectiveness of experience
charts for one class of twenty-six disadvantaged children during a six weeks
readiness program. This study concludes that children's experience material
provided meaningful reading content for disadvantaged children when used in
connection with other readiness activities and material. The effect of the
experience material alone could not be determined since this program was
a combined one. These investigators, however, report that scores on the
Metropolitan Readiness Test were significantly higher for the experimental
group than for three control groups at the end of the study.
Hall (1965) evaluated a language experience approach
that she developed
with culturally disadvantaged black students in a large
urban school district
for the first semester of the first grade. This
investigation consisted of five
experimental classes using the language experience
approach and five control
groups using the basal approach. This investigator
reports that significant
gains were made by the experimental group on measures
of reading readiness,
in word recognition on a standardized reading
test, and in sentence reading on
a standardized reading test. No significant
difference was reported in word
recognition scores on a test of pre-primer and
primer vocabulary developed by
the investigator. An analysis of teacher
rating of the two approaches, reveals
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no difference in the practicality of the two approaches although the language
experience approach was rated as significantly more effective than the basal
approach.
Kendrick (1966) conducted a study which compared the effectiveness
of the language 3xperience approach with the traditional basal approach.
Fifty-four teachers identified as users of the language experience approach
and the traditional basal approach were selected for this study and divided
equally into two treatment groups. Those teachers using the language
experience approach used language and the children’s personal experience
and thought as the basis for instruction. Teachers in the traditional group
adhered to Ginn’s teacher manual as a guide to instructional procedures. At
the conclusion of the 10-day experimental period, children’s performance was
analyzed by high, middle, and low socio-economic levels. The investigator
found that for most of the analyses (comparisons of post-test scores achieved
by the different socio-economic sex sub-groups) there was no significant
difference between the experience group and the traditional basal group. The
language experience approach did have a positive effect on the interest of
lower class males and resulted in significant differences in the writing samples
of both males and females.
Packer (1970) made an investigation which measured the degree of
similarity that existed between the vocabularies found in the pre-primer
and
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primers of four basal series and the "key vocabularies" (words that children
said they wanted to learn). This investigator found that the key vocabulary
elicited by a language experience approach differed significantly from the
vocabulary introduced in basal readers. He concluded that some children
may find it easier to learn to spell, read, and write by using their own words
since the child's own "key vocabulary" appears to be more meaningful than
the vocabulary used in basal readers.
Lamb (1971) conducted a study to determine the effectiveness of the
language experience approach in beginning reading with culturally different
children in five first grade classes in a large urban school system. This
investigator compared the achievement and attitude of an experimental group
using the language experience approach with five control groups which used a
modified basal reader approach. This study reported no significant difference
in achievement and attitude on a standardized reading test and a standardized
attitude inventory scale.
Kelly (1975) conducted a study to determine if the language
experience
approach could provide enough exposure and repetition of words so
as to enable
children to develop larger sight vocabularies. The sample
consisted of third
grade children one or more years behind in reading.
This investigator revealed
that children taught by the language experience approach
developed a basic
sight vocabulary that was 22 percent larger than
that of children taught by the
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basal reader approach. In addition, the combined mean gain in word recognition
for both groups was twenty. Sixty-two percent of the children in the language
experience group exceeded the combined mean gain, while only thirty-six
percent of the basal reader group exceeded that mean.
Hall (1972) surveyed research literature which focused on application
and feasibility of the language experience approach for poor and minority
children. As a result of examining available research evidence from a critical
viewpoint, she concludes:
The potential of the language experience approach for
the disadvantaged has not been thoroughly explored
through research. The research shows that urban
disadvantaged children can be taught to read successfully
when programs concentrate on their needs. It shows
that the language experience approach can be one
effective way of teaching reading. The research also
offers evidence that teachers can be taught to use the
language experience approach (p. 20).
Summary
The literature reviewed in this chapter has been divided into two
main
sections: (1) The Need for Teachers to Facilitate the
Affective Development
of Culturally Different Children in Urban Schools, and (2) One
Alternative
Method for Effecting Achievement in Reading: The Language
Experience
Approach. These sections represent the development
of the theoretical
framework of this study.
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It appears from the literature cited in the first part of this chapter
that a relevant educational program is one in which teachers focus on both
the affective and cognitive development of the child. In essence, the school
environment that stimulates interests, builds upon strengths rather than
weaknesses, and subsequently strengthens the self image and, hence, the whole
personality structure of the child provides the impetus essential to those poor
and minority children who have experienced frequent failures in urban schools
due to teachers’ negative attitudes toward their non-standard English speaking
dialects and culturally different backgrounds.
For urban teachers who are concerned with the productivity and the
self-concept of their students, the challenge is clear: it is to become more
sensitive to the needs and aspirations of all children, especially poor and
minority children. Teachers not only shape the expectations and productivity
of their students, but also influence students’ attitudes toward their school
and themselves. If urban teachers are not sensitive, they leave scars on the
life of their students, cut deeply into their self esteem, and distort students'
images of themselves as human beings. However, if these teachers are
skillful and have high expectations of their students, children's self-confidence
will grow, and their academic productivity will be high. Apparently,
teachers
who communicate their belief in the personal worth and ability of
students are
usually rewarded by students' effort and subsequent achievement.
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Research that focused on the relationship between teacher attitudes
and children attitudes and behavior was also presented. Research pertinent
to self-concept and the role of teacher expectations as they apply to academic
achievement indicates that they are significantly related. It appears from
these studies, at least, that students behave as they believe their teachers
expect them to behave. Research relative to teacher attitudes and student
achievement indicates that positive teacher attitudes are critical to reading
success for poor and minority children. From these studies, it may be
reasoned that the attitude of teachers toward their children is a very important
factor for determining the success of children.
Evidence from these studies also indicate that poor and minority
children are succeeding in schools when they are taught effectively and
’'expected” to learn. Thus it seems that the assumption that teachers should
have low expectations for poor and minority children in urban schools
is
tantamount to educational homicide. Furthermore, special attention
should be
given to the attitude of teachers toward children and teaching
since they make
up the major profession readily accessible to urban children. This
unique
accessibility of the classroom teacher is an important
component on which the
success of educational programs in urban schools so
greatly depends. Hence,
it may be concluded from these studies that teacher
attitudes toward both
race and class determine their expectations
toward the child. Unfortunately,
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there is far too little data available which distinguishes between racial and
class prejudice, although the two appear to be interwoven. Since it has been
virtually impossible to change the social orientation of teachers or select
only those prospective instructors who seem naturally to have an affinity with
the poor and minority children, the necessity for pre- and in-service teacher
training which emphasizes the importance of the "affective domain" in the
educational process is evident.
The final section of this chapter presented the language experience
approach as one alternative method for effecting achievement in reading for
poor and minority urban school children. Literature pertinent to the language
experience approach suggests that it is compatible with some educators'
increasing concern for all aspects of a child’s development, physical and
emotional, as well as cognitive. More specifically, it appears that teachers
with positive attitudes toward children with non-standard English speaking
dialects and culturally different backgrounds may be able to facilitate these
children's total development by using the language experience approach
to
reading instruction. In this regard, it may be reasoned that
experience
material representing the child's own dialect is easier to
read than material
presenting an unfamiliar dialect to the child. Further,
it would seem reasonable
to assume that if children are able to
experience success during reading
instruction because the teacher's approach/material
appears manageable for
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them to deal with, then subsequently their self-confidence and self-image can
have a positive effect upon their achievement in reading. Moreover, it would
appear that the classroom teacher must play a positive role in "facilitating
the success" of poor and minority children in urban schools. It is the teacher
who, through his/her attitudes and actions, can set the stage for catering to
children’s affective needs and, thus, enhance their cognitive development as
well.
Research that focused on the language experience approach to reading
instruction generally compared the effectiveness of this approach to other
approaches. Some of the studies, however, were concerned with methods
perintent to teachers’ effectiveness in general. These studies tended to suggest
that no one approach to reading is superior over another and support the
notion that the teacher remains a vital factor in determining whether the child
will succeed or fail in the reading process. It is revealed in these studies
that the language experience approach can be one effective way of teaching
reading.
The apparent success of the language experience approach in these
studies, at least, indicates that the addition of this approach to a reading
program can be expected to make a positive contribution to a reading program.
More specifically, it appears reasonable to assume that classroom teachers
should use the language experience approach as a supplement to the basal
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reader in making adjustments for individual differences among students in
urban schools.
CHAPTER III
DESIGN OF THE STUDY
The language experience approach (L.E.A.) is a method of reading
instruction which encourages children to create their own reading materials
by dictating or writing stories in their familiar speech patterns and with their
own vocabulary. Given the evidence that teacher attitudes toward a particular
teaching method may be an important factor in the success or failure of
adjusting the components of teaching and learning to meet the needs of each
particular child, the present study was designed to investigate and measure
selected classroom teachers’ expressed attitudes toward the language experience
approach as a supplement to the basal reader in making adjustments for
individual differences among students in an urban school system.
The instrument designed for the study and the method employed to
administer it are discussed in this chapter. The process of selecting and
involving the research population will be explored and data analysis will be
viewed in light of the function in summarizing the findings of the survey.
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Research Population
The research population used in this study consists of two hundred
seventy-five (275) elementary classroom teachers in the lower school
component of an urban community school district in northeastern United
States. All 275 teachers were requested to participate in this study. The
investigator will analyze the expressed attitudes of these respondents toward
the language experience approach as a supplement to the basal reader in
making adjustments for individual differences in their schools.
The 275 teachers which make up the population of this study served
approximately 10,000 students in fourteen elementary schools (1-5) during
the 1975-76 academic year. The teacher population is sixty-five percent
white and serves a student population that is ninety-nine percent minority.
> <.
This particular community school district was chosen primarily for its
relevancy, cooperativeness, convenience, and the expressed interest by the
superintendent of the district and the director of its Educational Solution
Center, in the issues being investigated, hi addition to the
contribution
that the findings of this study will make to the field of education, it
will also
enable school administrators in this particular school
district to determine
the necessity for facilitating in-service training focusing
on the language
experience approach as another viable mode for teaching reading
in the
district’s elementary schools.
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Questionnaire
The researcher developed and administered a preliminary questionnaire
to classroom teachers and doctoral candidates in the reading program at the
University of Massachusetts. Technical assistance was also provided by
selected psychometric professionals at the University of Massachusetts.
Based upon critical comments of these individuals and those receiving the
pre-test questionnaire, the researcher adopted the final questionnaire for
use in this study. The purpose of the questionnaire, Language Experience
Approach Assessment Form
,
is to obtain crucial information pertinent to
classroom teachers’ expressed attitudes toward the language experience approach
as a supplement to the basal reader in making adjustments for individual differences
among students in an urban school system.
The questionnaire was divided into two parts. Part one consisted of
nine (9) questions focusing on background information. Part Two
of the
questionnaire consisted of twenty-four (24) statements deemed pertinent to
the assessment of teachers’ expressed attitudes toward the language
experience
approach to reading instruction. Each statement in part two was an
expression
of desired behavior and constructed so as to conform with the
attitude measure-
ment model developed by Likert (1967).
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Data Source of the Instrument
Three primary data sources were utilized to provide the content of
this instrument: the experience of this investigator as a resident of several
poor/minority communities in the southeast; a survey of literature pertinent
to the topic; and the 12 years of teaching experience of the investigator in
schools with a high concentration of poor and minority students.
Experiences of the investigator as a resident of several poor/minority
communities : this source of data for the research instrument has been a
diversity of personal and social experiences of the investigator for most of
her life in urban communities similar to that served by the research
population.
Survey of the literature: this source of data for the instrument was
a survey of the literature as it relates to this study. The investigator
surveyed periodicals, professional journals, and books that specifically dealt
with the language experience approach to reading instruction and its
implications
for poor and minority children.
The 12 years of teaching experience of the investigator in schools
with a high concentration of poor and minority children: the
investigator’s
twelve years of professional service as a teacher on the
elementary, junior
high, district-wide, and college levels has been another
source of data for
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the research instrument. The investigator served as an elementary classroom
teacher, resource reading teacher for an urban-suburban school system,
remedial reading teacher for a junior high school, college instructor for
pre_service teachers in reading and education courses at a major university,
and college instructor for remedial reading students at a small state college.
The survey instrument utilized in this study is reproduced below in
its entirety.
BACKGROUND INFORMATION
In the first section of this questionnaire, we would like for you to
answer nine background questions in order to allow classification of
respondents in this survey.
1. What is the grade level that you are presently teaching? (Circle
one.)
A. Grade one
B. Grade two
C. Grade three
D. Grade four
E. Grade five
F. Grade six
G. Other (please specify)
2. How many years have you served as a classroom
teacher? (Circle one.)
A. Less than 1 year
B. Between 1 and 3 years
C. Between 4 and 6 years
D. Between 7 and 10 years
E. Between 11 and 15 years
F. Between 16 and 20 years
G. Over 20 years
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3. What is your sex? (Circle one.)
A. Male
B. Female
4. What is your racial/ethnic background. (Circle one.)
A. Black
B. White
C. Native American
D. Asian American
E. Hispanic-speaking American
F. Other (please specify)
5. What is the extent of your formal educational background? (Circle one.)
A. Pre-bachelor degree
B. Bachelor degree
C. Bachelor degree plus graduate credit
D. Masters degree
E. Masters degree plus graduate credit
F. Certification of advance graduate study (e. g. , Sixth Year Certificate)
G. Doctorate degree
H. Other (please specify)_
6. What is the extent of your formal training in reading? (Circle one.)
A. None
B. One undergraduate level course in reading
C. Two or more undergraduate courses in reading
D. One graduate level course in reading
E. Two or more graduate level courses in reading
F. A masters degree in reading
G. Other (please specify)
7.
What is the major method/material you use to teach reading? (Circle one.)
A. Basal Reader
B. Individualized reading
C. Language experience
D. Initial teaching alphabet
E. Phonics
F. Programmed materials
G. Other (please specify)__
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8. What supplementary method/material do you use most often to teach
reading? (Circle one.)
A. Basal Reader
B. Individualized reading
C. Language experience
D. Initial teaching alphabet
E. Phonics
F. Programmed materials
G. Other (please specify)
9. What type of formal training or learning experience have you had with
the language experience approach? (Circle all that apply.)
A. Pre-service training
B. In-service training
C. Readings
D. Observation
E. Other (please specify)
EVALUATIVE QUESTIONS
In the second part of this questionnaire, we are interested in your opinions
about a series of statements on various aspects of the language experience
approach in the instructional program of a public school. Please feel free to
express your honest opinion since there are no right or wrong answers.
For each statement, indicate the extent to which you agree or disagree
by circling one of five possible answers ("Strongly Disagree",
"Disagree",
"Unsure", "Agree", or "Strongly Agree") at the right of each statement.
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10. The reading process can be easy for children
when instruction starts with experience in
their own language.
11. Child-dictated stories should not be
recorded
in the natural language and speech pattern
expressed by the child.
Strongly
12. Teachers can help each child gain confidence
in oral and written expression by providing
time daily for experience sharing sessions.
13. Teachers should use the language experience
approach to supplement the basal reader as
a means of making adjustments for individual
differences in reading instruction.
14. Teachers can utilize the language experience
approach to enhance the effectiveness of
their beginning reading programs.
15. Teachers cannot utilize the language experience
approach to enhance the effectiveness of their
developmental reading programs.
16. The standard primary-grade word lists should
not be considered suitable for children
speaking non-standard English.
17. The language experience approach should be
used as a supplement to the basal reader
since the language of most basal readers is
often far from being the normal language
of children.
18. Teachers provide little motivation for
learning by allowing children to share their
personal experiences.
19. The language experience approach can enhance
the development of positive self-concepts
among children when reading.
20. Teachers should help children improve
their
oral communication skills by encouraging
them to find many ways to share their ideas,
experiences and feelings.
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21. The language experience approach is too
unstructured to be of much practical use
in the classroom.
22. Where children speak non-standard English,
teachers should make extensive use of the
language experience approach as a supplement
to the basal reader in making adjustments for
individual differences among students.
23. There is no need to distinguish between the
reading program and the development of the
other communication skills (listening,
speaking, and writing) when the language
experience approach is used.
24. The language experience approach is
not_a£i
effective method for working with the multi-
faceted problems of culturally different
students.
25. Teachers can utilize the language
experience
approach as a supplement to the basal
reader
in making adjustments for individual differ-
ences among students regardless of class_
size.
26. Inservice training should be
provided to help
teachers develop skills in using the
language
experience approach as a supplement
to the
basal reader.
27. The language experience approach
ca^nm be
used effectively with children who
speak non-
standard English.
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
28. Supplementing the basal reader
with the
language experience approach
should greatly
enhance teachers- ability to make ^‘“
ents
for individual differences among
students. 1 2
3 4 5
Strongly
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29. The results of the language experience approach
justify the amount of time and energy utilized
by the teacher. 1 2 3 4 5
30. Teaching experience should enhance most
teachers’ abilities to use the language
experience approach effectively in reading
instruction.
31. Teachers should be required to utilize the
language experience approach as a supplement
to the basal reader.
32. Teachers should be encouraged to utilize the
language experience approach as a supplement
to the basal reader.
33. Teachers should not be expected to utilize the
language experience approach frequently because
of the extra time and energy required of them.
Additional Comments (Optional)
Please provide any additional comments that you have about the language
experience approach in the space below. Specifically, you may discuss possible
strengths , possible weaknesses , frequency of your efforts to
utilize the language
experience approach to reading in your classroom, etc.
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Research Design
Pilot Study
A pilot study was conducted with classroom teachers in Amherst and
Springfield, Massachusetts to check the face validity of items on the
Language Experience Approach Assessment Form .
The pilot study revealed that all items were within the realm of
understanding for classroom teachers and suitable for the purpose of this
study as stated in Chapter I.
Because of the cooperation and interest of the superintendent of the
selected school district, the researcher decided to solicit the support of
the
staff at the Educational Solution Center and building principals to
administer
the questionnaire to subjects in the research population. This proved
to be
satisfactory.
Test for Reliability
The researcher utilized the data from the pilot study
in a split-half
reliability test to measure the stability of
the instrument. The split-half
reliability was found by correlating the total score
of the twelve (12) even
statements with the total score of the twelve (12)
odd statements in part two
of the instrument. Calculations were
reduced by using sum scores for the
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even and odd statements rather than the mean scores since respondents
answered each statement (Likert, 1967). The Spearman- Brown formula was
used to estimate the reliability of the instrument from participants' responses.
The reliability coefficient calculated for the whole instrument was .93.
Procedure
/
In this study, the researcher focused upon the classroom teacher because
he/she is in a position to make crucial decisions relative to the content and
methods of instruction that will be utilized to enhance the total development of
each child within his/her instructional domain.
Having determined the face validity from questionnaire experts and
content validity from educational professionals as well as tested the reliability
of the instrument, the researcher scheduled a conference with the
superintendent
of the selected school district for the purpose of obtaining permission to
solicit
data for this study from elementary classroom teachers within the district.
In addition, arrangement was made with the director of the
Educational
Solution Center to collaborate with building principals
regarding the dis-
semination of the research instrument.
Respondents were asked to participate in this survey by
completing and
submitting the questionnaire to their principals
within a two-week period. At
the end o£ two weeks, a final appeal was made to
respondents in order to
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facilitate the highest possible return of questionnaires. The investigator
proceeded to analyze data once the principals had returned at least sixty
percent of the questionnaires.
Treatment of the Data
The researcher selected to compile and submit data gathered from the
instrument to the computer center at the University of Massachusetts. All
statistical treatment of this data was accomplished via the computer program
labeled SPSS (Statistical Package for the Social Sciences; Nie, Hull, Jenkins,
Streinbrenner and Bent, 1970).
Distribution tables and appropriate statistical tests were used to
analyze the data. This procedure was used to equate groups on variables
relative to teachers' grade level, ethnic affiliation, sex, and
experience as a
classroom teacher.
Data from the questionnaire enabled the researcher to classify
respondents based upon their expressed attitude toward
certain components
of the educational process deemed pertinent to the language
experience
approach to reading instruction. Respondents indicated
the degree to which
they agreed or disagreed with each statement
by circling one of five possible
answers ("Strongly Disagree", "Disagree",
"Unsure", "Agree", or "Strongly
Agree". On an attitude continuum of one (1) to
five (5), "Strongly Disagree
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responses were assigned a value of one (1) and ’’Strongly Agree" responses
were assigned a value of five (5). Because the researcher selected to have
questions worded in such a way that the modal reaction to some would be
toward one end of the continuum and to others more in the middle or toward
the other end, it was necessary to code seven questions (e.g.
, 11, 15, 18, 21,
24, 27, and 33) so as to reverse the value of their responses (e.g.
,
1 to 5,
2 to 4, and visa versa) in order to provide a total score that reflected
positiveness toward the language experience approach. Thus, for the purpose
of this study, subjects represented by an overall mean score ranging in value
from 1.0 to 3.0 were considered to have expressed unfavorable attitudes
toward the language experience approach.
In the direction of the other extreme, subjects represented by an overall
mean score ranging from 3.1 to 5.0 were considered to have expressed
favorable attitudes toward the language experience approach. Mean score
responses will be analyzed to determine classroom teachers expressed
attitudes toward the language experience approach as a supplement to the
basal reader in making adjustments for individual differences among students.
For the purpose of this study, the researcher selected to report
Pearson Product Moment Correlation and Chi-Square results at the . 05 level
of confidence. These statistical procedures were applied in such away as to
determine the significance of differences obtained:
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a. Between primary and intermediate grade level teachers’
expressed attitudes.
b. Between the expressed attitudes of teachers with 1-10
years of experience and teachers with over 10 years
of experience.
c. Between male and female teachers' expressed attitudes.
d. Between minority and white teachers' expressed attitudes.
Results based upon the computer statistical treatment of the data
obtained in this study are presented, analyzed, and discussed in detail in
Chapters IV and V of this thesis.
\
Summary
This chapter contained a discussion of the methodology employed to
answer one major research question and four subsidiary questions. In this
connection, the nature and size of the research population was described
to
consist of 275 minority and white classroom teachers in the
lower school
component of an inner-city community school district with a high
concentration
of poor and minority children. Some discussion relative
to the research
instrument included information about its purpose,
development, scoring
procedures, and interpretation of the data. Procedures
used to collect data
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from the research population were also included. Additional details pertinent
to the specific treatment of the data will be highlighted in Chapters IV and V.
CHAPTER IV
ANALYSIS AND FINDINGS OF THE DATA
This chapter presents, analyzes, and interprets the results of this
investigation into the attitudes of classroom teachers toward the language
experience approach to reading instruction in- an urban school system. The
findings of the study were accomplished via the SPSS computer program.
The study, analysis, and interpretations were guided by the major
research question: Do classroom teachers express attitudes toward the
language experience approach as a supplement to the basal reader in making
adjustments for individual differences among students in an urban school
system that can be characterized as positive and facilitative ?
In addition, the following subsidiary questions were examined:
A. Will there be a difference in the expressed attitude of primary
and intermediate level teachers toward the language experience
approach as a supplement to the basal reader in making adjust-
ments for individual differences among students in an urban
school system?
B. Will there be a difference in the expressed attitude of teachers
with 1 to 10 years of experience and teachers with over 10 years
of experience toward the language experience approach as a
supplement to the basal reader in making adjustments for
individual differences among students in an urban school system?
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C. Will there be a difference in the expressed attitude of male and
female teachers toward the language experience approach as a
supplement to the basal reader in making adjustments for
individual differences among students in an urban school system ?
D. Will there be a difference in the expressed attitude of minority
and white teachers toward the language experience approach as a
supplement to the basal reader in making adjustments for
individual differences among students in an urban school system?
The answer to these questions were derived through examination of
mean score responses on the Language Experience Approach Assessment
Form . One-way frequency distributions were ascertained by treating each
option listed in Part I (Background Information) and Part 1 1 (Evaluative
Questions) on the instrument as a separate variable.
In order to gain some insight into the possibility of significant
relationships existing between selected demographic variables and the
frequency ranking of mean score responses on the instrument, two statistical
procedures were employed to investigate both the existence of differences
and the extent of differences. The selected demographic variables were:
(1) level of instruction, experience, sex, and ethnic affiliation. The two
statistical procedures were Pearson Product-Moment Correlations and Chi-
Square analysis of difference between mean score responses.
For the purpose of this study, the investigator selected to report
Pearson Product-Moment Correlation and Chi-Square results at the . 05
level of confidence.
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Results of the data analyses are presented in four parts. The first
part includes a summary of the demographic information (Table 1). Part
Two examines mean score responses on the instrument (Table 2). Part
Three focuses on Pearson Product-Moment Correlation results (Table 3)
and chi-square analysis results (Tables 4-7) for all statements on the
instrument. In addition, Part Four reports Pearson Product-Moment
Correlations results (Table 8) and chi-square analysis results (Tables 9-18)
for individual statements on the instrument.
Discussions of the data will follow the presentation of the major
research question and each of the four subsidiary questions. The chapter
concludes with a summary of the findings presented.
Part I
Summary of Demographic Information
Table 1 represents a compilation of the demographic information
sought in Part One of the instrument. Of the 275 teachers surveyed, a total
of 175 (64%) returned completed questionnaires.
Most of the respondents
(84%) were female. More primary level
teachers (64%) responded to the
questionnaire than intermediate level teachers (36%). More
minority teachers
(57%) than white teachers (42%) also
participated in the study. Most of the
responding teachers (60%) had over 10 years of experience
and 40% had 1-10
years of experience.
G9
Almost half (44%) of the teachers had a masters degree plus graduate
credit while another 15% had at least a masters degree. Six percent of the
teachers had at least a bachelor degree and 24% had a bachelor degree plus
graduate credit. Sixteen percent of the teachers had a certificate of advance
graduate credit and one teacher had a doctorate degree.
Most of the respondents (58%), had two or more graduate courses in
reading and 13% had at least one graduate course in reading. Ten percent of
the respondents had two or more undergraduate courses in reading and 5%
had at least one undergraduate course in reading. Six percent of the
respondents had a masters degree in reading while slightly less (4%) had no
training in reading.
A majority of the respondents (56%) used the basal reader as their
major method of teaching reading. Eighteen percent of the respondents
employed programmed materials and slightly less (14%) utilized
the
individualized reading approach to reading instruction.
The number of
respondents who utilized either phonics or the language
experience approach
as the major method of reading instruction were about equally
distributed
at approximately 4% each. The small number
of respondents who employed
the initial teaching alphabet (I.T.A.) and
other approaches as their major
method of teaching reading are also equally
distributed at less than 1% each.
The biggest proportion (30%) of the
respondents used the language
experience approach most frequently as a
supplemental method to teach
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reading while slightly less (26%) used phonics. Twenty-one percent of the
respondents used the individualized reading approach most frequently as
a supplemental method and a few less (14%) utilized the basal reader. A
few respondents (6%) utilized programmed material most frequently as a
supplemental approach to reading instruction. Again, only 1% of the
respondents used the initial teaching alphabet (I. r. A. ) approach frequently
as a supplement to their major approach to reading instruction, and less
than 1% used other approaches for this purpose.
In regards to their training or learning experience with the
language
experience approach, 34% of the respondents had some type of inservice
training and another 34% had no encounter with this approach to
reading
instruction. Only 10% of the respondents had pre-service training
pertinent
to the language experience approach and slightly
more (14%) had encountered
some type of reading on the subject. A few (3%) had observed
the language
experience approach in operation at some point in
their career.
TABLE
1
demographic
information
on
respondents
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Part II
Major Research Question: Do classroom teachers express attitudes
toward the language experience approach as
a supplement to the basal reader in making
adjustments for individual differences among
students in an urban school system that can be
characterized as positive and facilitative?
In order to answer the major research question, the investigator
ascertained the total mean score response of each respondent for all 24
evaluative statements (Questions 10-33) on the Language Experience Approach
Assessment Form. (See Appendix A for a summary of responses to individual
statements on the instrument.) As stated earlier, respondents with a
mean score ranging from 1.0 to 3.0 were considered to have
expressed
negative attitudes toward the language experience approach.
In the other
direction, respondents with a mean score ranging from
3.1 to 5.0 were
considered to have expressed positive attitudes toward
the language experience
approach. Therefore, for the purpose of this study,
the mean score response
for all teachers on the instrument had to be 3. 1
or above in order for the
expressed attitude of teachers to be characterized
as positive and facilitative.
Table 2 shows that none of the respondents
expressed strongly negative
attitudes toward the language experience
approach since no teachers had a
mean score response within the
mean score response range of
1.0-1.9.
However, 19.4% of the teachers did reflect
negative attitudes toward the
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language experience approach since they had mean score responses within
the mean score reponse range of 2.0 to 2.9. A vast majority of the teachers
(80.6%) reflected neutral attitudes toward the language experience approach
since they had a mean score response within the mean score range of 3.0
to 3.9. Furthermore, none of the teachers clearly reflected positive or
strongly positive attitudes toward the language experience approach since
there was no mean score response within the combined mean score
response
range of 4.0 to 5. The total mean score response tabulated for
all teachers
on the instrument was 2. 8. Since the total mean score response
for these
respondents was less than 3.1, it is concluded that the expressed
attitude of
these teachers toward the language experience approach
as a supplement to
the basal reader in making adjustments for individual differences
among
students in an urban school system may not be characterized
as positive and
facilitative.
SUMMARY
OF
MEAN
SCORE
RESPONSES
OF
CLASSROOM
TEACHERS
EXPRESSED
ATTITUDES
ON
THE
LANGUAGE
EXPERIENCE
APPROACH
ASSESSMENT
FORM
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Mean
Score
for
all
Respondents
-2.8
Standard
Deviation
=
.
39
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Part III
Subsidiary Research Questions: A. Will there be a difference in the expressed
attitude of primary and intermediate level
teachers toward the language experience
approach as a supplement to the basal
reader in making adjustments for individual
differences among students in an urban
school system?
B. Will there be a difference in the expressed
attitude of teachers with 1 to 10 years
experience and teachers with over 10 years
experience toward the language experience
approach as a supplement to the basal
reader in making adjustments for individual
differences among students in an urban
school system?
C. Will there be a difference in the expressed
attitude of male and female teachers toward
the language experience approach as a
supplement to the basal reader in making
adjustments for individual differences among
students in an urban school system?
D. Will there be a difference in the expressed
attitude of minority and white teachers
toward the language experience approach as
a supplement to the basal reader in making
adjustments for individual differences among
students in an urban school system?
Pertinent to the four subsidiary questions,
the investigator employed
the Pearson Prodnct-Moment Correlation
(Table 3) and Chi-Square analysis
(Tables 4-7) statistical procedures to
determine both the existence of
significant differences and the extent of
significant differences of mean
score
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responses on the instrument, respectively. The selected variables were
(1) level of instruction, (2) experience, (3) sex, and (4) ethnic affiliation.
Specifically, to answer the first subsidiary question, the investigator
analyzed the relationship between the total mean score responses of primary
and intermediate level teachers on the instrument. Tables 3 and 4 both
indicate that the difference between the total mean score response of these
Ok
two groups was not significant at the .05 level of confidence or higher. On the
basis of this data, it may be concluded that there was no significant difference
in the expressed attitudes of primary and intermediate level teachers toward
the language experience approach as a supplement to the basal reader in
making adjustments for individual differences among students in an urban
school system.
To answer the second subsidiary question, the investigator analyzed the
relationship between the total mean score responses of teachers with 1 to 10
years experience and teachers with over 10 years experience on the instrument.
Tables 3 and 5 both indicate that the difference between the total mean score
responses of these two groups was not significant at the .05 level of
confidence
or higher. Therefore, on the basis of this data, it may be concluded that
there
was no significant difference in the expressed attitudes of teachers
with 1 to
79
10 years experience and teachers with over 10 years experience toward the
language experience approach as a supplement to the basal reader in making
adjustments for individual differences among students in an urban school
system.
To answer the third subsidiary question, the investigator analyzed the
relationship between the total mean score responses of male and female
teachers on the instrument. Tables 3 and 6 both indicate that the difference
between the total mean score response of these two groups was not significant
at the .05 level of confidence or higher. On the basis of this data, it may be
concluded that there was no significant difference in the expressed attitudes
of male and female teachers toward the language experience approach as a
supplement to the basal reader in making adjustments for individual differences
among students in an urban school system.
Finally, to answer the fourth subsidiary question, the investigator
analyzed the relationship between the total mean score responses
of minority
and white teachers on the instrument. Tables 3 and
7 both indicate that the
difference between the total mean score of these two groups
was not significant
at the .05 level of confidence or higher. Therefore,
on the basis of this data,
It may also be concluded that there was no significant
difference in the expressed
attitudes of minority and white teachers toward the
language experience approach
as a supplement to the basal reader in making
adjustments for individual
differences among students in an urban school
system.
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Part IV
Additional Findings
In addition to the primary findings of the study relative to the major
research question and four subsidiary questions, the investigator observed
16 significant relationships in responses to 13 of the 24 individual statements
on the instrument pertinent to the aforementioned selected demographic
variables. (See Tables 8-18.)
In this connection, Tables 8 and 9 both indicate that more female
than male teachers tend to agree with the statement, "The reading process can
be easy for children when instruction starts with experiences in their own
language" (p <.05).
Tables 8 and 10 both indicate that more teachers with 1 to 10 years
experience than teachers with over 10 years experience tend to feel that
child-dictated stories should be recorded in the natural language
and speech
pattern expressed by the child (p < .05).
Table 8 indicates that more minority than white teachers
tend to
agree with the statement, "Teachers can help each
child gain confidence
in oral and written expression by providing time
daily for experience
sharing sessions" (p < .05).
Tables 8 and 11 both indicate that more
female than male teachers
tend to agree with the statement, "Teachers
can utilize the language
86
experience approach to enhance the effectiveness of their beginning reading
programs" (p<.05).
Tables 8 and 12 both indicate that more female than malo teachers
have a tendency to agree with the statement, "The language experience
approach can enhance the development of positive self-concepts among
children when reading" (p0 05). In addition Tables 8 and 13 both indicate
that more minority than white teachers tend to strongly agree with this
statement (p < . 05)
.
Table 8 indicates that more teachers with 1 to 10 years experience
than teachers with over 10 years experience tend to agree with the
statement,
"Teachers should help children improve their communication skills
by
encouraging them to find ways to share their ideas, experiences,
and
feelings" (p 005).
Table 8 shows that more primary than Intermediate
level teachers
tend to feel that the language experience
approach is not too unstructured
to be of much practical use in the classroom (p <.05).
Furthermore,
Tables 8 and 14 both indicate that more female
than male teachers have a
tendency to agree with this statement (p <.05).
Table 8 indicates that more minority
than white teachers tend U>
agree with the statement, "Where children
speak non-standard English,
teachers should make extensive use of the
language experience approach as
a supplement to the basal reader in
making adjustments for individual
differences among students" (pO05).
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Tables 8 and 15 indicates that more minority than white teachers
tend to feel that the language experience approach is an effective method
for working with the multi-faceted problems of culturally different students
(p <. 05).
Table 8 shows that more teachers with 1 to 10 years experience than
teachers with over 10 years experience tend to agree with the statement,
"Teachers can utilize the language experience approach as a
supplement
to the basal reader in making adjustments for individual differences
among
students regardless of class size" (p ^.0o).
Table 16 indicates that more minority than white
teachers tend to
strongly agree that the language experience
approach can be used effectively
with children who speak non-standard English (p <.05).
Table 17 shows that more minority than white
teachers tend to agree
with the statement, "Supplementing the
basal reader with the language
experience approach should greatly enhance
teachers' ability to make
adjustments for individual differences among students" (p
<.05).
Tables 8 and 18 both indicate that more
teachers with 1 to 10 years
experience than teachers with over 10
years experience have a tendency to
express agreement with the statement,
"The results of the language
experience approach justify the amount
of time and energy utilized by
the
teachers" <p< .05). hi
addition. Table 8 also shows that
more female than
male teachers tend to agree with
this statement (P
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Summary
In this chapter, the investigator sought to ascertain the expressed
attitude of classroom teachers toward the language experience approach as a
supplement to the basal reader in making adjustments for individual differences
among students in an urban school system. Accordingly, total mean score
responses for all statements on the Language Experience Approach Assess-
ment Form were used to answer one major research question and four
subsidiary questions.
Pertinent to the major research question, it was found that classroom
teachers do not express attitudes toward the language experience approach
as a supplement to the basal reader in making adjustments for individual
differences among students in an urban school system that can be characterized
as positive and facilitative.
In regard to the four subsidiary questions, the findings were as
follows
:
A. There was no significant difference in the expressed
attitudes
of primary and intermediate level teachers toward the language
experience approach as a supplement to the basal reader in
making adjustments for individual differences among students
in an urban school system.
B. There was no significant difference in the
expressed attitudes
of teachers with 1 to 10 years experience and
teachers with
over 10 years experience toward the language
experience approach
as a supplement to the basal reader in making
adjustments or
individual differences among students in an urban
school sys em.
104
C. There was no significant difference in the expressed attitudes
of male and female teachers toward the language experience
approach as a supplement to the basal reader in making
adjustments for individual differences among students in an
urban school system.
D. There was no significant difference in the expressed attitudes of
minority and white teachers toward the language experience
approach as a supplement to the basal reader in making
adjustments for individual differences among students in an
urban school system.
When responses to individual statements on the Language Experience
Approach Assessment Form were used as the criteria, in instances there
were statistically significant differences between teachers scoring highest
on the instrument and those scoring lowest. Hence, additional findings of
this study were as follows
:
1. More female than male teachers tend to feel that the reading
process can be easy for children when instruction starts with
experiences in their own language.
2. More teachers with 1 to 10 years experience tend to feel
that
child-dictated stories should be recorded in the natural language
and speech pattern expressed by the child.
3.
More minority than white teachers tend to feel that
teachers
can help each child gain confidence in oral and written
expressions
by providing time daily for experience sharing
sessions.
4 More female than male teachers feel that
teachers can utilize
the language experience approach to enhance
the effectiveness
of their beginning reading programs.
5. More female than male teachers feel
that the language experience
approach can enhance the development of
positive self-concepts
among children when reading.
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6. More minority than white teachers feel that the language
experience approach can enhance the development of positive
self-concepts among students.
7. More teachers with 1 to 10 years experience than teachers with
over 10 years experience feel that teachers should help children
improve their communication skills by encouraging them to find
ways to share their ideas, experience, and feelings.
8. More primary than intermediate level teachers feel that the
language experience approach is not too unstructured to be
of
much practical use in the classroom.
9. More female than male teachers feel that the language
experience
approach is not too unstructured to be of much practical use
in the classroom.
10.
More minority than white teachers feel that where
children speak
non-standard English, teachers should make extensive use
of
the language experience approach as a
supplement to the basal
reader in making adjustments for individual differences
among
students
.
11 More minority than white teachers feel
that the language experience
approach is an effective method for wording with
the multi-faceted
problems of culturally different children.
1 2 More teachers with 1 to 10 years experience
than teachers with
’
over 10 years experience feel that
teachers can utilize the language
experience approach as a supplement to
the basal reader m making
adjustments^ r individual differences among students
regardles.
of class size.
13.
14.
More minority than white teachers
strongly feel that the language
^e"^proach can be used effectively with children who
speak non-standard English.
enhance teachers' ability to make
adjustments
differences among students.
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15. More teachers with 1 to 10 years experience than teachers with
over 10 years experience feel that the results of the language
experience approach justify the amount of time and energy
utilized by the teacher.
16. More female than male teachers feel that the results of the
language experience approach justify the amount of time and
energy utilized by the teacher.
CHAPTER V
SUMMARY, CONCLUSIONS, IMPLICATIONS, AND NEED
FOR FURTHER RESEARCH
Chapter I provided a brief discussion relative to the failure of many
children, particularly minority children in urban communities to ascertain
adequate reading skills to communicate effectively in a democratic society.
The need for adjusting instruction to individual differences among children
was also discussed. In addition, the language experience approach was
suggested as one means of adjusting reading instruction to meet the needs
of urban school children.
Chapter II presented a review of the literature and research which
examined the notion that (1) teachers’ attitudes have an effect on student
achievement, and (2) the language experience approach is one alternative
method for effecting achievement in reading.
Chapter III provided a description of the population, description of the
questionnaire, procedures for data collection, and procedures employed to
analyze the data.
Chapter IV provided the statistical analysis of the data. The three
statistical procedures employed to analyze the data were: (1) measures of
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central tendency, (2) Pearson Product-Moment Correlations, and (3) Chi-
Square analysis.
This chapter will present the summary, conclusions, implications,
and need for further research.
Summary
Urban children, like all children, vary enormously in the rate and
sequence in which the skills of reading are learned. Since teachers will
generally find children in several stages of growth in any given grade, it,
therefore, stands to reason that the aims, materials, and procedures selected
for the reading program should be determined by the developmental level of
children rather than their grade placement. It follows then that the more
instruction is adjusted to individual talents and capabilities, the greatei will
be the opportunity for all children to progress at their own speed within the
framework of their potential. Hence, skillful teaching of reading implies a
positive attitude toward individual differences in which instruction will
seize
upon and cultivate each student’s potentialities, great or small.
There appear to be numerous adjustments that could be made to help
poor and minority children make progress in reading. The approach
to
reading instruction suggested in this thesis is the
language experience approach
since a major function of the elementary school is to facilitate the
language
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growth of children. In addition, it is felt that reading instruction should
reflect the language and experience of children since such instruction affords
children the unique opportunities to use the competencies developed earlier hi
learning to speak. Furthermore, the language experience approach deals
effectively with the problem of developing positive self-concepts among
children because students are afforded the opportunity to meet success in
their first reading experiences at school.
In general, the rationale for using the language experience approach is
based upon a two-fold effort to meet important needs of all children. First,
the factors of success, motivation, and attitude, which have a positive effect
on self-concept and achievement, tend to meet the psychological needs of
children, and, thereby, support the use of the language experience approach
to reading instruction. Secondly, this approach to reading instruction meets
the linguistic needs of children by emphasizing the relationship between oral
and written language in the creation of reading material that uses the familiar
language of children. Therefore, teachers should exhibit a high degree of
sensitivity toward the oral language of minority children as a means of
satisfying their inner-most needs and feelings in reading instruction.
Teachers using the language experience approach have four major goals
in achieving a balance reading program. These are: (1) to develop a basic
sight vocabulary and competence in using a variety of word recognition skills,
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(2) to provide a variety of reading materials or to integrate the various
communication skills, (3) to develop comprehension skills which pLaces
emphasis on what sentences, paragraphs and stories mean, and (4) to develop
a genuine desire to read with each child.
The literature indicates clearly that a relevant educational program is
one in which teachers focus on both the affective and cognitive development of
the child. In essence, the school environment that stimulates interests,
builds upon strengths rather than weaknesses, and subsequently strengthens
the self image and, hence, the whole personality structure of the child
provides the impetus essential to those poor and minority children who
have experienced frequent failures in urban schools due to teachers' negative
attitudes toward their non-standard English speaking dialects and culturally
different backgrounds.
Research pertinent to self-concept and the role of teacher expectations
as they apply to academic achievement indicates that they are significantly
related. These studies indicate clearly, that students behave as they believe
their teachers expect them to behave. Research relative to teacher attitudes
and student achievement indicates that positive teacher attitudes are critical
to reading success for poor and minority children. From these studies, it is
concluded that the attitude of teachers toward their children is a very important
factor for determining the success of children. Furthermore, evidence from
Ill
some of these studies also indicate that poor and minority children arc
succeeding in schools when they are taught effectively and "expected" to
learn.
Literature pertinent to the language experience approach indicates that
it is compatible with some educator’s increasing concern for all aspects of a
child’s development, physical and emotional, as well as cognitive. More
specifically, it indicates that teachers with positive attitudes toward children
with non-standard English speaking dialects and culturally different backgrounds
may be better able to facilitate these children's total development by using
the language experience approach to reading instruction. In this regard, it
may be concluded that experience material representing the child's own dialect
is easier to read than material presenting an unfamiliar dialect to the child.
Furthermore, if children are able to experience success during reading
instruction because the teacher’s approach/material appears manageable for
them to deal with, then subsequently their self-confidence and self-image can
have a positive effect upon their achievement in reading. Moreover, class-
room teachers must play a positive role in "facilitating the success" of poor
and minority children in urban schools. Teachers, through their attitudes
and actions, can set the stage for catering to children's affective needs and,
therefore, greatly enhance their cognitive development as well.
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Research that focused on the language experience approach to reading
instruction generally compared the effectiveness of this approach to other
approaches. Some of the studies, however, were concerned with methods
pertinent to teachers' effectiveness in general. These studies indicate that no
one approach to reading is superior over another and support the notion that
the teacher remains a vital factor in determining whether the child will
succeed or fail in the reading process. These studies indicate clearly that
the language experience approach can be one effective way of teaching reading.
The apparent success of the language experience approach indicates
clearly that the addition of this approach to a reading program can make a
positive contribution to a reading program. More specifically, the afore-
mentioned literature and research indicate that classroom teachers may use
the language experience approach effectively as a supplement to the basal
reader in making adjustments for individual differences among students in
urban schools.
In establishing the basis of this study, it was noted that the limited degree
of pre-structure associated with the language experience approach may cause
many teachers to develop negative attitudes toward this method of teaching
reading. In addition, it was noted that some investigators provide support
for the notion that how people "feel" about something may be more important
than what they "know" about it. Consequently, it was deemed reasonable to
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assume that teacher attitudes toward a particular teaching method may be a
significant factor in the success or failure of adjusting the components of
teaching and learning to meet the needs of each particular child.
The purpose of this survey was to ascertain the expressed attitudes
of classroom teachers toward the language experienced approach as a
supplement to tne basal reader in making adjustments for individual differences
among students in an urban school system. More specifically, this study
sought to determine the degree to winch classroom teachers feel that the
language experienced approach can contribute to the quality of reading
instruction in their schools.
This information was ascertained via a questionnaire constructed by
the investigator followed by statistical analysis of the data.
Conclusions
Based on the analysis of the data, the following primary conclusions
were drawn relative to one major research question and four subsidiary
questions that this survey sought to answer:
1. Classroom teachers do not express attitudes toward the language
experience approach as a supplement to the basal readei in
making adjustments for individual differences among students
in an urban school system that can be characterized as
positive
and facilitative.
114
A. There is no significant difference in the expressed
attitudes of primary and intermediate level teachers
toward the language experience approach as a
supplement to the basal reader in making adjustments
for individual differences among students in an urban
school system.
B. There is no significant difference in the expressed
attitudes of teachers with 1 to 10 years experience and
teachers with over 10 years experience toward the
language experience approach as a supplement to the
basal reader in making adjustments for individual
differences among students in an urban school system.
C. There is no significant difference in the expressed
attitudes of male and female teachers toward the
language experience approach as a supplement to the
basal reader in making adjustments for individual
differences among students in an urban school system.
D. There is no significant difference in the expressed
attitudes of minority and white teachers toward the
language experience approach as a supplement to the
basal reader in making adjustments for individual
differences among students in an urban school system.
In addition, the following conclusions were drawn from an
analysis
of responses to individual statements on the instrument.
1. More female than male teachers feel that the reading
piocess
can be easy for children when instruction starts with
experiences in their own language.
2. More teachers with 1 to 10 years experience
feel that child-
dictated stories should be recorded in the natural
1 anguage
and speech pattern expressed by the child.
3.
More minority than white teachers tend to feel
that teachers
can help each child gain confidence in oral
and written
expressions by providing time daily for experience
sharing
sessions.
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4. More female than male teachers feel that teachers can
utilize the language experience approach to enhance the
effectiveness of their beginning reading programs.
5. More female than male teachers feel that the language
experience approach can enhance the development of positive
self-concepts among children when reading.
6. More minority than white teachers feel that the language
experience approach can enhance the development of positive
self-concepts among students.
7. More teachers with 1 to 10 years experience than teachers
with over 10 years experience feel that teachers should help
children improve their communication skills by encouraging
them to find ways to share their ideas, experiences, and
feelings.
8. More primary than intermediate level teachers feel that the
language experience approach is not too unstructured to be
of much practical use in the classroom.
9. More female than male teachers feel that the language
experience approach is not too unstructured to be of much
practical use in the classroom.
10.
More minority than white teachers feel that where children
speak non-standard English, teachers should make extensive
use of the language experience approach as a
supplement
to the basal reader in making adjustments for individual
difference among students.
More minority than white teachers feel that the
language
experience approach is an effective method for
working
with the multi-faceted problems of culturally
different
children.
More teachers with 1 to 10 years experience
than teachers
with over 10 years experience feel that
teachers can uti lze
the language experience approach as a
supplement to the
basal readers in making adjustments for individual
differences among students regardless of
class size.
11 .
12 .
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l.i. More minority than whito teachors strongly fool that tho
language experience approach can bo used effectively with
children who speuk non-standard English.
14. More minority than whito teachors fool that supplementing
the basal roador with the language experience approach should
greatly enhance teachors' ability to make adjustments for
individual differences among students.
15. More teachers with 1 to 10 years experience than teachers
with ovor 10 years experience feel that the results of tho
language oxpcrienco approach justify tho amount of time and
onorgy utilized by tho teacher.
16. Moro female than malo teachors feel that tho results of the
language experience approach justify the amount of time and
onorgy utilized by the teacher.
Implications of tho Study
One major implication of the study is that teacher training programs,
especially in-service training programs, need to provide more theoretical
and practical information pertinent to the operation of the language experience
approach as a supplement to the basal reader in making adjustments for
individual differences among students. The aforementioned literature and
research indicate that cliildren are likely to achieve better when reading
*
instruction roflocts their language and experience since such instruction
al'fords cliildren the unique opportunity to use competencies developed
earlier. Furthermore, it indicates that the language experience approach
enhances the efforts of teachers to meet the psychological and linguistic
needs of children. Yet, the findings resulting from this survey indicate
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that teachers do not express positive altitudes toward the language experience
approach oven though it may greatly enhance boUi the affective and cognitive
development of children. Therefore, it is recommended that teacher training
programs, especially in-service training programs, should be expanded so
as to include:
1. A thorough exploration of the language experience approach with
a particular focus on the reasons underlying implementation of
reading programs that meet the psychological and linguistic
needs of children.
2. Training that helps teachers to relate children’s familiar dialect
and environment to the learning situation while teaching reading
as part of the total communication process.
3. Training that helps teachers to gain confidence and develop specific
skills in using the language experience approach to supplement
basal reader programs.
4. Information on the non-standard English speaking dialects and
culturally different backgrounds of minority children in urban
schools.
The second major implication of this study is that teacher training
programs, especially pre-service training programs for prospective urban
school teachers, need to provide more information pertinent to teacher
attitudes and their effect on the motivation and achievement of students.
Again, the aforementioned literature and research clearly indicates that
teacher attitudes are a crucial aspect of teaching. Furthermore, some of
these studies indicate that poor and minority children are achieving in schools
when they are expected to learn. Yet, the primary findings resulting from
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this study indicate that the expressed attitudes of teachers toward the
language experience approach may not be characterized as positive.
Furthemore, additional findings relative to individual statements on the
instrument indicate that more primary level teachers, teachers with less
than 10 years experience, female teachers and/or minority teachers
consistently tended to express less negative attitudes toward thirteen individual
statements with significant relationships than intermediate level teachers,
teachers over 10 years experience, male teachers, and/or white teachers,
respectively. Thus, it seems reasonable to assume that teachers may not
be sensitive to the non-standard English speaking dialects and culturally
different backgrounds of children, especially poor and minority children in
urban schools. Therefore, it is also recommended that teacher training
programs, especially pre-service training programs, should be expanded
so as to include:
1. Training that requires teachers to examine their own biases
concerning the non-English speaking dialects and culturally
different backgrounds of urban school children.
2. Training that helps teachers to become more sensitive to
the needs and aspirations of all children, especially poor
and minority children in urban schools.
3. Information that emphasizes the effect of teacher attitudes
on children, attitudes, behavior, and achievement.
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Need for Further Research
Based on the findings of this study, the following recommendations for
further research are suggested:
!• Replication of this study with a relative equal distribution of
urban and suburban teachers to determine whether or not there
will be a significant difference in the expressed attitudes of
these two groups.
2. A study that attempts to ascertain a comparison of teachers'
expressed attitudes before and after their participation in an
in-service training program relative to the language experience
approach to determine whether or not such training make a
significant difference in teachers' expressed attitudes.
3. A study that attempts to ascertain a comparison of the expressed
attitude between teachers in a language experience approach
training program and teachers with no such training to determine
whether or not this training makes a significant difference in
teacher's expressed attitudes.
4. A repeat of this survey with teachers in other regions of this
nation to determine whether or not teachers in other sections of
the United States express attitudes toward the language experience
approach that can be characterized as positive and facilitative.
5. A survey that seeks to determine whether or not teacher training
professors express attitudes toward the language experience
approach that can be characterized as positive and facilitative.
6. A survey that seeks to determine whether or not reading professors
express attitudes toward the language experience approach that
can be characterized as positive and facilitative.
I
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